Designing and implementing assessment tasks in large-scale undergraduate science courses is a labor-intensive process subject to increasing scrutiny from students and quality assurance authorities alike. Recent pedagogical research has provided conceptual frameworks for teaching introductory undergraduate microbiology, but has yet to define best-practice assessment guidelines. This study assessed the applicability of Biggs' theory of constructive alignment in designing consistent learning objectives, activities, and assessment items that aligned with the American Society for Microbiology's concept-based microbiology curriculum in MICR2000, an introductory microbiology course offered at the University of Queensland, Australia. By improving the internal consistency in assessment criteria and increasing the number of assessment items explicitly aligned to the course learning objectives, the teaching team was able to efficiently provide adequate feedback on numerous assessment tasks throughout the semester, which contributed to improved student performance and learning gains. When comparing the constructively aligned 2011 offering of MICR2000 with its 2010 counterpart, students obtained higher marks in both coursework assignments and examinations as the semester progressed. Students also valued the additional feedback provided, as student rankings for course feedback provision increased in 2011 and assessment and feedback was identified as a key strength of MICR2000. By designing MICR2000 using constructive alignment and iterative assessment tasks that followed a common set of learning outcomes, the teaching team was able to effectively deliver detailed and timely feedback in a large introductory microbiology course. This study serves as a case study for how constructive alignment can be integrated into modern teaching practices for large-scale courses.
INTRODUCTION
The appropriate design and implementation of assessment tasks that effectively support student learning is one of the biggest challenges facing educators across all disciplines. The Scholarship of Teaching and Learning (SoTL) has provided much guidance on this topic, emphasizing that assessment is the main lens through which students view the outcomes and value of a course (3), which must then be coupled with timely, detailed and personalized feedback to truly facilitate learning gains (6) .
Despite good intentions however, the integration of these optimal assessment practices remains limited. Time and resource constraints placed upon instructors coordinating large undergraduate science courses often lower the frequency of both formative and summative assessment pieces, while severely diminishing instructor capacity for providing feedback. Moreover there is often misalignment between the intended learning outcomes for a course and the way in which students are taught and assessed. Scientific data acquired through active experimentation are often taught as dogmatic facts devoid of any inquiry or hypothesistesting (5) . Large-scale lectures are used to deliver as much information as possible yet minimize student-instructor interactions (10) , and multiple-choice question exams that promote short-term rote memorization are inappropriately used to test in-depth understanding over a broad range of topics while failing to provide sufficient student feedback (18) . The Boyer Commission Report in 1998 identified these pervasive problems as ones that allowed science students to graduate without "a coherent body of knowledge" and not knowing "how to think logically, write clearly, or speak coherently" (17) .
Biggs' theory of constructive alignment has the potential to remedy such flaws in course design, describing an educational model where there is consistent alignment in learning objectives, learning activities, and assessment items (3) . It has been used as the underlying theoretical basis for developing inter-professional education for medical teams (18) , and early-career professional development courses for doctors (20) , where coherence and transparency have been Volume 14, Number 1 crucial for validating these courses against stringent accreditation requirements across multiple medical professions. In the absence of consensus teaching and learning conceptual frameworks in science, despite recommendations for such consensus (16) , uptake of constructive alignment in science courses has been sporadic and anecdotal, appearing in isolated reports of new assessment methodology (7) . Recently, however, the American Society for Microbiology (ASM) published a consensus concept-driven framework for the undergraduate microbiology curriculum (11) , presenting a concerted effort at establishing deep student understanding of fundamental concepts within introductory microbiology courses. The integration of these learning objectives into existing microbiology courses needs to be reinforced by appropriate learning activities and assessment items in order for these courses to be constructively aligned to "maximize the likelihood that students will engage in the activities designed to achieve the intended outcomes" (3) .
This study attempted to dissect the importance of appropriate assessment implementation in large-scale undergraduate microbiology courses by applying Biggs' theory of constructive alignment to the 2011 offering of MICR2000, an introductory microbiology course offered at the University of Queensland (UQ), Australia. Approximately 400 students enroll in the course each year, and the administration and design of progressive assessment items for hundreds of students was a shortcoming in MICR2000. This was reflected in 2010 student survey responses, where "I received helpful feedback on how I was going in the course" was the only statement about the course to receive less than 4 on a 1-5 Likert scale, a standardized survey metric employed in Australian tertiary institutions.
To address these issues, the 2011 offering of MICR2000 constructively aligned the course's learning objectives, activities, and outcomes to a progressive assessment scheme comprising coursework assignments and examinations. Internal alignment was achieved in each of these iterative series of assessment tasks as they followed a common set of criteria, standards, and learning objectives. Feedback sessions for each assessment task were conducted throughout the semester; and student performances in these tasks, as well as responses to ethics-approved surveys, were monitored. Using these data, the project team attempted to answer the following research question: Will increasing the number of constructively aligned assessment items be able to provide additional feedback to a large number of students in an efficient manner that will consequently improve student confidence and performance?
MeTHODS

Participant selection
This study focused on student perceptions and performance in MICR2000, an introductory microbiology and immunology course offered at UQ. The student cohorts enrolled in the 2010 and 2011 offerings of MICR2000 were invited to participate in this study, with the 2010 results serving as the baseline prior to interventions in assessment and feedback processes in 2011. A total of 265 and 264 students in 2010 and 2011 respectively provided their informed consent to participate in this study, ranging in age from 17 to 50 years old with approximately equivalent male to female ratios.
Informed consent
Informed consent was obtained in all cases from students with regard to completing de-identified surveys regarding their perception of learning gains made throughout the course, as well as the potential for analyzing and publishing the results from their performance in course assessments. This study has been cleared in accordance with the ethical review processes of UQ ("Evaluating MICR2000" -Project Number: 201000226) and with the guidelines of the National Statement on Ethical Conduct in Human Research 2007 in Australia as determined by the Australian Health Ethics Committee (AHEC), an Australian government advisory committee for national and international health ethics policy.
Quantitative analysis of student perceptions and performance
The Student Evaluation of Course and Teaching (SECaT) survey instrument is a standardized questionnaire administered centrally across all UQ courses at the end of each teaching semester to evaluate course structure and teaching quality through a consistent framework. Like the previously validated Student Assessment of Learning Gains (SALG) surveys (15) , the SECaT utilizes a 5-point scale to analyze participant responses, and, to maintain consistency, the Attitudes and Skills After Practicals (ASAP) survey was also designed using this format. De-identified student responses were quantified using either a 5-point learning gains scale (1 = No Gain; 2 = Little Gain; 3 = Moderate Gain; 4 = Good Gain; 5 = Great Gain) or a 5-point Likert scale (1 = Strongly Disagree; 2 = Disagree; 3 = Neutral; 4 = Agree; 5 = Strongly Agree). ASAP focused on student perceptions toward learning gains made in attitudes and scientific skills after completing the practical component of MICR2000, and SECaT assessed student understanding, course structure, assessment implementation, as well as key strengths of the course. Student performance in progressive assessment items was also collated across 2010 and 2011 offerings of MICR2000. Statistical comparisons were conducted using the Mann-Whitney U-test, with p < 0.05 denoting statistical significance.
ReSULTS
Course structure
MICR2000 is an introductory microbiology undergraduate course offered as part of the microbiology major at the University of Queensland. The course represents a holistic introduction to microbiology for students who have already completed BIOL1020, a UQ course covering "Genes, Cells, and Evolution." Both courses are compulsory for students pursuing microbiology, molecular biology, or biotechnology majors. The course content begins with introductory bacteriology covering microbial cell structure, function, and growth, before discussing the evolution of microorganisms and how this contributes to metabolic diversity in environmental ecology and drug resistance in clinical pathogenesis. Modules on virology and immunology then follow, with students being introduced to virus lifecycles, viral pathogens, and vaccine technologies, together with components of the immune system and the distinctions between innate and adaptive immune responses. To facilitate the retention of these concepts, bacteriology and immunology laboratory practical sessions that directly align with the lecture content also run over eight weeks of the semester. The breadth and depth of topics covered throughout MICR2000 (summarized in Table 1 ) as well as the course learning objectives (Table  2) are consistent with ASM's concept-driven curriculum guidelines for undergraduate microbiology focused around promoting holistic student understanding of the field (11). Evolution, cell structure and function, metabolic pathways, information flow and genetics, microbial systems, and the impact of microorganisms-the key concepts within the ASM curriculum guidelines-are all covered within MICR2000.
Given the wide range of topics students are expected to understand by the end of the course, assessment is crucial to promoting student learning in these discipline areas. The assessment items students completed within MICR2000 in 2010 included a midsemester exam, laboratory note-keeping after each practical session, two project reports based around bacteriology and immunology practicals respectively, and a final written exam, all of which were designed to align with at least one of the course's seven learning objectives (Table 2) . However, despite students receiving their marks in a timely fashion for each of these assessment pieces, "I received helpful feedback on how I was going in the course" was the only statement that scored poorly (less than 4 on a 1-5 Likert scale) in the standardized Student Evaluation of Teacher and Course (SECaT) survey at the end of 2010. To address the perceived lack of feedback on assessment items throughout the course, the MICR2000 teaching team initiated a two-tiered approach. Firstly, internal consistency in learning objectives for each assessment piece was established to ensure that students were able to apply the feedback obtained toward future assessment items. Secondly, the number of midsemester exams was increased to two in 2011, providing students with additional feedback on their progress in the course prior to the final exam. To ensure that changes in the assessment strategy and scheduling were the main variables being altered across the 2010 and 2011 offerings of MICR2000, the lecture and practical laboratory class schedules remained consistent across the two years. The assessment schedule for 2010 and 2011 offerings of MICR2000 is shown in Figure 1 .
Student demographic in 2010 and 2011 MICR2000 cohorts
Bachelor programs in Biomedical Science, Biotechnology, Science, and Medicine were the most strongly represented programs for students enrolled in both 2010 and 2011 offerings of MICR2000 (Table 3) , potentially minimizing variability in background knowledge across the two years that may confound the results of this study. While it is difficult to ensure two separate student cohorts are comparable in terms of capability and competency, student performance in prerequisite courses provide a quantifiable parameter on which to assess their grasp of introductory microbiology concepts before enrolling in MICR2000. No statistically significant difference could be observed in the prior academic performance of the 2010 and 2011 MICR2000 student cohorts in BIOL1020 -"Genes, Cells, and Evolution," the only prerequisite course for MICR2000 at UQ (p = 0.9868) ( Fig.  2(A) ). Another metric to assess student academic capability is their cumulative Grade Point Average (GPA) across at least one full year of tertiary study, a system used by the governing body Queensland Tertiary Admissions Centre (QTAC) to determine student rankings for tertiary program enrollment in Queensland, Australia (13) . No statistically 
Module 3 -Eukaryotic Microbes
Week 5 Fungal growth, biotechnology, and pathogens
Module 4 -Bacteriology
Week 7 Bacterial gene transfer, resistance, and pathogenesis
Module 5 -Virology
Week 8 Viral definition, structure, and replication
Week 9 Viral pathogenesis, research, and biotechnology
Week 10 Midsemester break
Module 6 -Immunology and Host-Pathogen Interactions
Week 11 Principles and components of the immune system Immunology practicals commence Week 12 Innate and acquired immunity in response to pathogens significant difference was detected between the cumulative GPA rankings of 2010 and 2011 MICR2000 students (p = 0.855) ( Fig. 2(B) ), and together these data suggest that the student cohorts across the two years of this study are of similar academic experience and competence.
Internal alignment across assessment items facilitates student learning gains
The practical laboratory classes in MICR2000 spanned eight weeks, comprising five weeks of bacteriology practicals followed by three weeks of immunology. A wide array of individual projects within these laboratory sessions facilitates the development of fundamental microbiology laboratory skills, including microscopy, pure and selective culture to isolate microorganisms from a number of human and environmental sources, diagnostic identification of microbes, and quantitative measurement of bacterial and viral concentration and activity (Table 4) . These skills directly align with the skills and competencies outlined in the ASM curriculum guidelines (11) , and are reinforced through progressive course assessment including weekly laboratory note-keeping as well as two extended project reports that required students to summarize their experimental findings from the respective laboratory classes. Students were notified of the topics of these project reports two weeks before their respective due dates in both 2010 and 2011, ensuring the time available to complete the assignments was equivalent in each case.
The project reports had a very similar structure to traditional scientific writing, containing introduction, methods, results, and discussion sections ( Table 5 ). The majority of the marks were weighted toward the results and discussion sections, which emphasized the importance of data analysis and interpretation in scientific communication as consistent with learning objective 7 in the course ( Table 2 ). Given that students were required to complete this laboratory note-keeping on a weekly basis, and also submit two project reports on which they were provided feedback, one would expect to see progressive improvement in student performance across these project reports. In 2010 however, students displayed a dramatic regression in Project Report 2 versus Project Report 1, performing significantly worse (p < 0.05) in their second submission (Fig. 3) . This deterioration in student performance in 2010 was attributed to a lack of internal consistency within the learning objectives of each project report. Although the marking criteria were the same for both project reports (Table 5) , there existed a notable disparity in the type of experiment performed in each project report, and correspondingly the type of experimental data that students needed to analyze and dissect. The first report involved qualitative descriptions and summaries of bacterial colony morphology on agar plates (project 8), whereas the second report involved measuring, plotting, and interpreting quantitative data for ELISA absorption curves in identification of viral load (project 13) ( Table 6 ). Although individualized feedback was provided regarding student performance in each of the marking criteria, as well as identification of common mistakes made across the whole cohort in the first report, students could not readily apply this feedback to the second report as there was a lack of internal consistency in what they were expected to achieve across the two assignments.
To address this issue in 2011, internal consistency in the types of experimental data to be analyzed was established between the two project reports. Project Report 1 involved the determination of bacterial antibiotic sensitivity and identification of resistant strains (project 4), and Project Report 2 involved determining the concentration of lysozyme found across a number of naturally occurring substances and bodily fluids (project 14). While covering disparate topics in microbiology, both projects required students to measure, analyze, and present graphical representations of quantitative data (Table 6 ). Given the time and resource constraints in marking assignments for high enrollment courses with over 400 students, the teaching team was not able to provide more individualized feedback for Project Report 1 in 2011 than in 2010; however, as there was internal consistency in the expected learning objectives across Project Reports 1 and 2 in 2011, the students were able to more effectively apply the feedback provided to the Breakdown of student performance in BIOL1020 prior to enrolling in 2010 and 2011 offerings of MICR2000. BIOL1020 -"Genes, Cells, and Evolution" is offered at UQ as the only prerequisite course before entering MICR2000. (B) Cumulative Grade Point Average (GPA) of students enrolled in 2010 and 2011 offerings of MICR2000. The cumulative GPA for each student was calculated through their mean grade (1-7, 7 being the highest) across UQ courses for a minimum of one full year of tertiary study. GPA bands are as determined by the Queensland Tertiary Admissions Centre for student selection ranking when enrolling in tertiary programs (13) . 3. Are organisms transmitted by skin contact and oral routes?
Attempt to culture micro-organisms from skin and respiratory tract before and after washing hands/wearing facemask.
How do we test for antibiotic sensitivity?
Conduct antibiotic disc diffusion assays on multiple bacterial strains.
What is the incidence of nasal carriage of coagulase-positive Staphylococcus?
Attempt to culture and identify S. aureus from nasal swabs.
solation of a marine Vibrio species from mangrove mud
Attempt to culture and identify Vibrio spp. from mangrove mud using colony characteristics and biochemical testing.
Respiratory flora -Streptococci
Identify and categorize Streptococcus spp. using culturing and immunological assays.
Isolation of Pseudomonas aeruginosa from garden soil
Use of enrichment culture technique to isolate and identify Pseudomonas spp.
Coliforms and Escherichia coli from polluted water
Biochemical testing to identify coliforms from contaminated water samples.
Microbial motility
Observe and differentiate between different types of bacterial motility.
Weeks 10-12: Immunology
Titration of a lytic bacteriophage T2
Quantification of lytic T2 phage concentration using titration techniques.
Virus haemagglutination assay
Quantification of influenza viral concentration using haemagglutination assays.
Identification of viral pathogens using monoclonal antibodies in enzyme-linked immunosorbent assay (ELISA)
Identify viral isolates using ELISA.
14. Antibacterial action of lysozyme Assess lysozyme activity across egg white, saliva, and tears.
Assay for production of nitric oxide by macrophages
Measure immune activity of macrophages through nitric oxide production in response to interferon, LPS, and bacterial DNA. second project report. This conclusion was supported by the significant improvement in student marks in Project Report 2 when compared with Project Report 1 in 2011 (p < 0.05) (Fig. 3) . In addition to improved student performance across assessment items, 2011 student responses to the ASAP survey instrument revealed significant learning gains in their interest in microbiology, understanding of the relevance of course content to real world applications, and ability to interpret and analyze experimental data when compared with 2010 students (Fig. 4) . These results indicate that the internal alignment of learning objectives across assessment items improves the efficiency at which feedback is delivered to students while resulting in improved student learning gains in large undergraduate courses.
Using multiple midsemester exams as promoters of feedback
In addition to the project reports, the midsemester exam represented the most significant piece of assessment throughout the semester prior to the final exam. In the 2010 offering of MICR2000, the midsemester exam was worth 25%, comprising 15 multiple-choice questions and 10 short-answer questions each worth one percent (Table 7) . Multiple-choice questions (MCQs) in this exam facilitated automated computerized marking of a significant portion of the exam, which is important to ensure the efficient marking of over 400 exam papers in order to provide timely feedback to students. Sample MCQs used in 2010 and 2011 
Volume 14, Number 1 20
offerings of the course are shown in Table 8 . However, it is difficult to provide in-depth student feedback based on their performance in MCQs, as these questions tend to have a narrow focus and frequently promote specific memorization rather than a broad understanding of a discipline area (2); moreover, releasing the answers to these questions prevents the teaching team from reusing questions across multiple student cohorts. Short-answer questions on the other hand, are more adept at assessing in-depth understanding of a topic (2) and can also provide rich feedback to students regarding their specific performance against a model written response. As a result, the feedback students received from the 2010 midsemester exam included their marks for the MCQ and short-answer question sections, and the option of viewing their exam paper together with a model-answer guide for the short-answer questions.
These mechanisms of feedback for the 2010 midsemester exam were the only indicators of student progress in understanding and retaining the course content under closed-book examination conditions prior to sitting the final exam; the MICR2000 teaching team wanted to improve upon this in the 2011 offering of the course. Two midsemester exams were introduced in 2011 to provide students with additional opportunities to assess the level of understanding required to perform well in examination situations within the course. Each midsemester exam was worth 15%, with a heavier weighting placed upon short-answer questions (10%) than MCQs (5%) ( Table 7) . Interestingly, despite the lower weighting (15% in 2011 versus 25% in 2010) and reduction in examinable material per midsemester exam (12 lectures and practicals in 2011, 15 lectures and practicals in 2010), the 2011 students performed significantly worse in Midsemester Exam 1 when compared with student marks in the 2010 midsemester exam (p < 0.05) (Fig. 5(A) ). Midsemester Exam 1 in 2011 took place in week 5 of the semester while the 2010 Midsemester Exam took place in week 6, so it is possible that an extra week of preparation improved the performance of the 2010 cohort; however, the reduced coverage for examinable material per midsemester exam in 2011 should have also resulted in a concomitant reduction in the examination preparation time required for the first 2011 midsemester exam. Moreover, given that no significant difference could be observed in the cumulative GPAs and performance in the prerequisite course for MICR2000 across the 2010 and 2011 students (Fig. 2) , it is difficult to establish that a cohort effect is solely responsible for the disparity in midsemester examination performance across the two years.
Following Midsemester Exam 1 in 2011, students were provided with the same feedback mechanisms as the 2010 students for their performance in both multiple-choice and short-answer questions. In contrast to 2010 however, students were able to act upon this feedback on another similar piece of assessment within a short period of time, which is a strong proponent of assessment-driven learning gains (6) . The 2011 Midsemester Exam 2 was very similar in format to Midsemester Exam 1 in its spread of multiplechoice and short-answer questions that assessed different modules within the course. When given the chance to apply the feedback they obtained regarding exam time management and structuring written responses to short-answer questions, a significant improvement in student performance in 2011 Midsemester Exam 2 was observed compared with 2011 Midsemester Exam 1 (p < 0.05) (Fig. 5(A) ).
The final end-of-semester exam is comprised of 30 multiple-choice questions, 10 short-answer questions worth two marks each, and five in-depth short-answer questions worth four marks each, assessing all modules covered within the course. The same final exam format was used in both 2010 and 2011, yet significantly improved student performance in the final exam was observed in 2011 when compared to 2010 (p < 0.05) (Fig. 5(B) ). Since the 2011 students were provided with an additional midsemester exam, this afforded them an additional assessment item to assist in their preparation for the final course examination. The notion that the additional feedback through two midsemester examinations bolstered student confidence and performance in the final exam is further supported by SECaT survey data across the two years of the study. Student responses to the statement "I received helpful feedback on how I was going in the course" within the standardized SECaT survey improved 
DISCUSSION
The observations made within this study across two offerings of MICR2000 indicated that improving the internal consistency of assessment and increasing the number of assessment tasks that were constructively aligned to the learning activities and objectives of an introductory microbiology course plays a role in bolstering student confidence and academic performance. Providing students with multiple attempts at multimodal assessment tasks has been previously shown to improve student performance and knowledge retention (4, 9) , as well as inherently increase the number of opportunities for students and instructors to obtain formative and summative feedback (21) . A concomitant improvement in student perceptions of their skills and interest in microbiology was also observed along with their improved performance in progressive course assessment within MICR2000, indicating that students responded positively to these assessment practices when the course design was constructively aligned. This is further supported by a similar example of constructive alignment in biochemistry, where aligning case-based learning assessment activities to problem-solving learning outcomes led to improved student satisfaction and academic performance (7).
Moreover, provided that the progressive assessment items were internally consistent with respect to the criteria, standards, and alignment with course learning outcomes, students were able to readily apply the lessons learned from previous feedback to the next learning activity-a crucial component of assessment practices that effectively support student learning (6) . The consistency in criteria and requirements across multiple assessment items also eased the marking burden, allowing instructors to define marking standards applicable to several assessment items at once while providing transparency in feedback to students. In doing so, the MICR2000 teaching team was able to administer, mark, and provide feedback on an additional assessment item in 2011 without dramatic increases in workload or resource demands.
Despite the clear benefits of employing constructive alignment in the design of science courses, the initial workload required to re-conceptualize each course within a cohesive program has deterred many instructors from doing so in a systematic way. However, with the development of consensus concept frameworks for physics (8) , chemistry (12) , biochemistry (14) , and more recently microbiology (11), science instructors can more readily define their course and program learning outcomes based on their discipline's concept-driven curriculum and rationalize the effectiveness of this design in line with the ongoing push for evidencebased teaching (19, 1) .
Our design of MICR2000 serves as a proof-of-concept demonstration of this approach. We defined learning outcomes that were consistent with the concepts and skills outlined in the ASM concept-driven curriculum guidelines (11) and kept this core curriculum consistent across two years to monitor the variables in student perception and performance in response to different assessment practices. Only then were we able to successfully apply and evaluate student-centered course design (21) , and constructively align the systems for assessment and feedback within the course to the learning objectives. This study has provided some insight into how best-practice assessment guidelines can be implemented and aligned with existing microbiology concept frameworks to validate and enhance the delivery of large undergraduate science courses.
